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CHAPTER ONE
Introduction
Overview
The reasons for which people come to the United States and enter into English
programs to gain a second or additional language are as varied as their cultural
backgrounds. In my context, students have arrived both to the country and to my
classroom for one primary reason: baseball. As I will explain further in this chapter, the
chance to play Major League Baseball (MLB) in the United States annually brings scores
of young men to the country to temporarily live and play, but also provides them an
opportunity to study English as a second or additional language and further develop their
linguistic repertoires to aid them in life on and off the field. As a teacher to some of these
Latinx professional baseball players, many of whose educational backgrounds are similar
to those of Literacy Education and Second Language Learning for Adults (LESLLA) 1
students, I witness first-hand the daily pressures these athletes are under from a multitude
of angles: as professional baseball players, as transnational athletes in a new host country,
as young men adapting to living independently while far from home and their families,
and as language learners returning to a formal classroom for the first time in years. As
teammates, these players tend to become more like family to one another—they play
together, train together, live together, and navigate life in a new country together. They

1

www.leslla.org - LESLLA is an organization started in 2005 that works to address the gap in research and
pedagogical practices related to adults with limited prior education and limited literacy skills in their first
language.
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also learn English together, exemplifying teamwork in the language classroom just as
they do on the field, which brings me to the topic of this inquiry. This project explores the
following research question: How can explicit strategy instruction aimed at increasing
the effectiveness of peer interaction be implemented into curriculum for LESLLA
populations, specifically Latinx transnational athletes learning English in an English for
Specific Purposes (ESP) program? The term “Latinx transnational athletes” will be used
throughout this project to refer to the student population, all of whom currently come
from Latin America and who experience the transnationalism that professional baseball
demands. These students migrate to the United States according to the baseball schedule
and live and work in the host country for roughly half of the year. Post-season, they
migrate back to their home countries where they live and train for the next season. Due to
these temporary migration patterns, these students are constantly physically and mentally
negotiating between two languages and cultures while also navigating the pressures of
pursuing their careers as professional athletes.
In this chapter, I present an overview of the experiences that led to the formation
of this research question as well as the rationale behind designing a curriculum in hopes
of increasing the effectiveness of peer interaction among these learners. I also address the
importance of and the impact the answering of this research question and the success of
the curriculum may have for transnational athletes, but potentially for more mainstream
LESLLA learners as well. Finally, I preview the following chapters of this project.
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My Journey to this Research Question
A total of 228 players from Spanish-speaking countries were on MLB Opening
Day rosters in 2021 (MLB, 2021). That same year, however, 1,006 players from eight
Latin American countries played Minor League Baseball (MiLB) in hopes of one day
achieving their big-league dreams (MiLB, 2021). Many of these players drop out of
school around age 16 to pursue the sport full-time before signing their first professional
contract. Around age 18, they travel to the United States to live, train and play baseball
during the season but also find themselves attending English classes provided by their
respective organizations in hopes of helping these players navigate their lives as
transnational athletes in their new host country. These athletes find themselves living
independently far from home and their social and support circles, faced with the extreme
pressure that comes with being professional athletes as well as that prompted by their
status as transnationals, and tasked with learning a new language while returning to the
classroom for the first time in years.
As baseball scouting in Latin America only continues to gain traction, and
consequently, this student population rapidly grows, these students find themselves in a
unique language learning context that has not yet been studied throughout the field of
second language acquisition (SLA). I, however, have had a unique first-hand experience
observing and teaching this special population of language learners over the past six
years with multiple MLB organizations. Throughout my career thus far, I have clearly
seen the ability that education has to empower these young men. I frequently and
intentionally make a point of recognizing my students for even the simplest of academic
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successes because many have never been told or have not often recognized their own
capabilities in the classroom. Being constantly evaluated solely on their value as a
baseball player compounded with the fact that these students are often encouraged or
forced to drop out of school at a young age to hone their athletic talents often means these
students have become disenchanted with education. It is my personal mission to enhance
their educational experience in the English classroom as much as possible in order to
build their confidence and self-evaluation of their worth beyond baseball.
With this mission in mind, and while enhancing my teaching skills in a Master of
Education program, I began to reflect on observations from my classroom and how my
experiences compared and contrasted with the foundational research I was studying that
has inspired popular SLA theories and teaching approaches. One of the most obvious
discrepancies between what I was learning and what I was actually experiencing in my
classroom concerns communication patterns. As I began to observe more intentionally
and document specifically the peer interaction patterns in my classroom with my learners,
I began to notice that some of the patterns I was observing seemed to be inverted from
what had been studied and documented in general SLA research. Notably, tasks I was
meticulously designing grounded in communicative language teaching seemed to be
unsuccessful at getting my learners to produce authentic utterances. Most times, these
tasks seemed to be taken as more of a race to completion rather than as an optimal
learning and practice opportunity to speak and listen to one another. It seemed as if my
learners were misinterpreting the goal of the tasks as completing the outcome rather than
focusing on the target language. This even happened despite task instructions given in
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Spanish, their first language (L1) and my second language (L2). Eventually, I began to
draw connections between my learners’ educational backgrounds and those of LESLLA
students. Naturally, I scoured for relevant research in which I could identify my learners
and their language demands and needs. It was then that I realized the large gap and
general lack of research on students with low literacy levels and/or low or interrupted
prior education.
Despite this large gap in literature, I came across one study, King et al. (2017),
that particularly resonated with me and the aforementioned observations. While the
article offered suggestions and hypotheses based on ethnographic research, it is one of the
few studies beginning to look at this learner population and, thus, there was not anything
concrete in terms of effective approaches that had been carried out and were proven to
increase the effectiveness of peer interaction in these learners. I began to question, if
many of these fundamental theories and approaches throughout SLA are based on
research and data done on higher-educated and literate learners, are they truly the best for
teachers like myself to implement in our contexts? I felt stuck in a cycle of trying to
implement the popular theories or methods I was learning in my program and not seeing
the optimal results I was hoping for, but also not seeing any theories or methods that were
drawn from and supported with research on learners like my own. In the end, isn’t it our
responsibility as educators to study and shape theories specifically for LESLLA learners
based on data and observations of LESLLA learners themselves in order to better serve
them in the classroom? Therefore, the research question for this project began to take
shape and has since blossomed into: How can explicit strategy instruction aimed at
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increasing the effectiveness of peer interaction be implemented into curriculum for
LESLLA populations, specifically Latinx transnational athletes learning English in an
ESP program?
This question is important to answer as support for interactionist and
sociocultural-based approaches, such as communicative language teaching and the
implementation of peer interactive tasks, has only grown in recent years. Not only does
this project aim to begin to fill in the gap in research related to LESLLA learners, it also
introduces the topic of Latinx transnational baseball players who are also language
learners to formal SLA research. In this particular context, learners are expected to
immediately apply language skills learned in the classroom to on-field and off-field
communicative situations. If my learners were struggling to interact with one another in
the classroom, what did this mean when a communication breakdown presented itself
outside of the classroom? Speaking is arguably the most important language ability for
my students, and it can have immediate and serious consequences on their ability to do
their jobs. Thus, with 30 MLB teams facing the same obstacle of providing high-quality
and effective instruction to this growing but never-before-studied population of students
under mounting pressures, this project serves as an origin point from which to continue
studying and adapting curriculum to better serve these students’ needs, thereby also
improving their overall job performance as professional baseball players via relevant
language skills and communication strategies.
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My Journey to this Curriculum Unit
As I mentioned before, the more I tried to implement communicative tasks into
my context, the more I felt overwhelmed when the results were not as I had hoped. In
addition, the lack of research or curriculum frameworks and theories related particularly
to athletes learning English left me without clear direction in my efforts. Hence, I decided
to create a curriculum unit centered around explicit instruction to bolster peer interaction
for this project.
When beginning to think about improving peer interaction in my learners, I
looked at the existing literature. Though based on highly-literate and highly-educated
learners, there were many studies that utilized explicit instruction or interventions to raise
students’ awareness of peer interaction. Many of these studies subsequently saw an
increase in successful peer interaction. The curriculum created in this current project is
designed in hopes of having similar results. Consisting of three main units based on a
specific set of communication strategies—Asking for Clarification, Asking for Help, and
Checking Comprehension—the curriculum helps teachers lead students in discussions
around peer interaction and communication strategies and more specifically, how they
can be used in students’ daily realities. Each unit consists of two subunits based on a
specific communicative situation in which professional baseball players often find
themselves such as chatting with teammates or discussing an injury with an athletic
trainer. After scaffolding of the target language is provided and relevant application to
students’ lives is explored in each subunit, a five-stage instruction period is carried out
related to each communication strategy in the following sequence: preparation,
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presentation, modeling, practice, and self-evaluation. The explicit discussion around peer
interaction and SLA during the preparation stage is aimed at increasing learners’
awareness and positive attitudes toward peer interactive activities while also taking into
account their prior education experiences. The following three stages aim at scaffolding
the target language and use of the communication strategies being taught. Finally, during
the final self-evaluation stage, journals in students’ L1 of Spanish are completed in order
to measure student attitudes and experiences throughout the instruction period. The
curriculum’s effectiveness can be measured pre- and post-implementation via video and
audio recordings of participants during a peer interactive task as well as pre- and
post-interviews with students related to their attitudes and opinions on peer interaction in
the classroom. The data collected during these periods can be compared and analyzed so
that results indicate any changes in learner awareness as well as shifts in the effectiveness
of peer interaction.
Importance of this Project
This curriculum and its implementation allows me to not only observe, document
and, ideally, increase effective peer interaction patterns in understudied LESLLA and
transnational athlete populations, but it also has the potential to help other teachers
throughout MLB or professional sports in general to create authentic and more successful
communicative tasks for their language-learning athletes. Furthermore, the curriculum is
grounded in the Understanding by Design (UbD) framework proposed by Wiggins and
McTighe (2011), one that allows for performative assessment. In a classroom of athletes
who are constantly being evaluated and tested as well as students with varied
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backgrounds and prior experiences related to formal education, I generally try to avoid
standardized or summative assessments to relieve some of the anxiety that may stem
from such practices. The UbD framework allows me to continue to do so. The curriculum
is also designed to encourage transfer of these strategic skills to everyday conversations
my students are having at the training complex with staff and teammates—a skill that has
the potential to improve their status with the organization and allow them to perform their
job more comfortably. Finally, and importantly, the UbD framework encourages constant
reflection and adaptation of curriculum based on previous observations and results. This
project is action research in that it is ongoing and adapts and strengthens with time and
experience, especially since it is thought to be the first of its kind with this population of
learners.
Along with recommendations from my advisors, the aforementioned King et al.
(2017) study that inspired much of this project also inspired me to adapt the Mutually
Adaptive Learning Paradigm (MALP) while designing my curriculum. King et al. (2017)
suggested that perhaps learners with limited prior schooling display divergent peer
interaction patterns (i.e. limited interaction during peer interactive tasks but increased
peer interaction during whole-class or teacher-led tasks) due to cultural or religious
practices that mirror those of whole-class activities. With this in mind, and so as to not
overwhelm my learners who are new to the country, new to the language, and returning to
the classroom, adherence to the MALP allows me to create culturally responsive
curriculum that offers students the opportunity to begin from a place of familiarity before
being introduced to the unfamiliar, such as new target language or new classroom
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discourse patterns or activities. Scaffolding “doing school” for these learners within my
curriculum only increases its chances of its success.
Summary of this Project
This project is entirely based on my own personal experiences as a teacher to
Latinx transnational athletes and works to improve classroom interaction patterns to the
benefit of all of us (teacher and students). Connecting so deeply with the King et al.
(2017) study only confirmed the need for a study like the current one in hopes of
addressing the gap in research related to LESLLA learners. The desired outcomes of this
curriculum are an increase in the effectiveness of authentic, peer interactive tasks as well
as heightened strategic competence in my learners in various communicative situations.
This curriculum can aid teachers of LESLLA learners and transnational athletes alike in
designing more effective tasks for their specific classrooms and learners—tasks that are
also, but not fully, based in more foundational SLA theories that have been developed
based on research on highly-educated or highly-literate learners. Having results supported
by evidence stemming directly from these unique LESLLA learners provides a stepping
stone that inspires further, much-needed research in the future.
Conclusion
The gap in research on transnational professional athletes and LESLLA learners
has stunted the emergence of frameworks and authentic materials designed to elicit
effective peer feedback patterns in these populations, a gap that I have experienced
first-hand as a teacher to professional baseball players who often struggle with
mainstream interactive tasks. Since my students immediately find themselves in high-risk
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communicative situations every day pertaining to their careers and reputations as
professional athletes, it is pertinent that we as a field remedy this gap by creating a
curriculum that scaffolds and builds their strategic competence via explicit strategy
instruction, practice, and reflection. Increasing this competence in my learners means
they are subsequently armed with the necessary communicative skills and strategies (as
well as the confidence) to be successful communicators on and off the baseball field, just
as they are successful and confident professional baseball players. In Chapter Two of this
project, I review existing literature based on the many facets that influence this study
including peer interaction and its historical place in SLA, intervention related to peer
interaction and the results that have previously been found, LESLLA learners, and Latinx
transnational professional athletes. In Chapter Three, I explain in detail the reasoning
behind the design of this curriculum as well as the procedures that can be used
post-implementation to collect data and draw conclusions related to its success. Finally,
in Chapter Four, I discuss the major learnings that stemmed from the creation of this
project as well as the project’s implications, limitations, and the further research it
prompts.
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CHAPTER TWO
Literature Review
Introduction
Before going into detail regarding the frameworks and design of the current
project, it is first important to understand the research that forms the foundation upon
which the current research question is asked: How can explicit strategy instruction aimed
at increasing the effectiveness of peer interaction be implemented into curriculum for
Literacy Education and Second Language Learning for Adults (LESLLA) populations,
specifically Latinx transnational athletes learning English in an English for Specific
Purposes (ESP) program? Consequently, this chapter presents a review of the literature
related to peer interaction in second language acquisition (SLA), previous intervention
that has been done in hopes of influencing the quality and quantity of peer interaction,
LESLLA students, Latinx newcomer students and their home literacy practices, and
transnational professional athletes and the many challenges they face in their host
countries. The terms “Latinx” and “transnational athletes” will be used throughout this
chapter and project in reference to the intended population of the curriculum since they
all experience temporary migration between the United States (the host country) and their
home countries in Latin America each year according to the baseball schedule.
Peer Interaction in Second Language Acquisition
Existing literature and scholars throughout the field of SLA, particularly those
grounded in interactionist and sociocultural approaches, agree that interaction and, more
specifically, peer interaction, are beneficial if not vital parts of learning a language (Dao,
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2020; Fujii et al., 2016; King et al., 2017; Loewen & Sato, 2018; Sato & Ballinger, 2012).
The multiple facets of interaction have been historically studied using both an
interactionist and sociocultural approach, both of which have provided frameworks for
the current project. While interaction has been studied widely throughout the field, it is
important to note that the overwhelming majority of studies have been performed on
learners with higher education backgrounds. Thus, despite historical and repeated
evidence of the benefits of peer interaction in SLA, much research is still needed on
learners with lower education and literacy backgrounds.
Interaction’s Historical Place in SLA
While there are many factors that influence peer interaction and its relationship to
language acquisition, it is first important to understand the components that make up
interaction in general: input, negotiation of meaning, negotiation of form, output, and
attention (Loewen & Sato, 2018).
One of the more foundational theories within the interactionist approach looks at
the first key facet of interaction—input, or the language that learners are exposed to
during acquisition. Long’s interaction hypothesis (1981) was constructed by studying
interaction between native speakers (NS) and non-native speakers (NNS) and suggests
that both modified input and interaction, which are usually prompted by a need to
negotiate meaning during a communicative event, create optimal potential for language
learning. While modified input often leads to more comprehensibility for language
learners, modified interaction simultaneously leads to negotiation of meaning in order to
repair or avoid breakdowns in communication and thus, also makes such interactions
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more comprehensible for language learners. Long argues that it is this dual modification
within NS-NNS interaction that creates an optimal environment for language acquisition
to occur. This theory has since been adapted and studied as it relates to NNS-NNS
interaction, such as peer interaction, which will be explored a bit later in this chapter.
Long himself later refined his hypothesis to suggest that it is specifically learners’
noticing of form that increases when a breakdown in communication occurs and thus
prompts modified interaction and the negotiation of meaning (1996). He clarified further
that in addition to positive input that demonstrates correct target language, learners must
also receive negative feedback that consists of some sort of signal that an utterance in the
target language is incorrect in order to facilitate acquisition. Negative feedback can come
in the form of explicit information about ungrammatical utterances such as teacher
corrective feedback but can also be implicit such as a breakdown in communication that
itself signals to the learner their utterance was ungrammatical or incomprehensible. Such
breakdowns lead to an increase in noticing of the target language since the learner’s focus
must then switch from meaning to form in order to repair the communication breakdown
(1996). Thus, according to Long’s hypothesis, incorporating interaction in SLA affords
learners increased opportunity to be in a linguistic environment that encourages
acquisition in that it involves higher rates of comprehensible input, negotiation for
meaning, and noticing of form, all of which are necessary components of language
learning.
In conjunction with Long’s hypothesis, Swain’s output hypothesis (Swain &
Lapkin, 1995) is also a foundational theory behind the interactionist approach. Swain
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agrees with Long that learners’ noticing occurs during the process of language production
in interaction and through the negotiation of meaning. However, Swain’s hypothesis is
focused on another central facet of interaction—output, or the language that learners
produce during an interaction. Swain argues that interaction affords learners the
opportunity to test out hypotheses they have about the target language during their own
language production and that they are subsequently forced to increase their attention and
noticing of the language in order to form a comprehensible utterance. Furthermore, when
learners subsequently receive negative feedback or notice a problem in their own
utterance, the act of noticing prompts them to modify their output in order to negotiate
meaning, a process that provides continued optimal opportunity for learning (Swain &
Lapkin, 1995). Thus, interaction in SLA carries such importance because not only does it
provide learners with prime exposure to input and opportunities to negotiate meaning as
Long’s hypothesis suggests, it also provides learners with the necessary opportunity to
create their own output, receive vital feedback, and notice and correct their own
utterances as Swain’s hypothesis suggests. Over time, both of these foundational theories
have come to be widely accepted and are commonly referenced as evidence that input
and output play important roles in interaction and the opportunities it provides to learn a
language since they combine to elicit the other necessary factors in interaction:
negotiation of meaning, negotiation of form, and attention or noticing.
From Interaction to Peer Interaction
After it was established that interaction is an important factor in SLA, research
grounded in a sociocultural approach expanded the idea of interaction beyond NS-NNS
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or student-teacher communication to interaction between fellow language learners, for
example. One of the most notable early contributions to a sociocultural approach was
Vygotsky’s (1962) zone of proximal development (ZPD). At the time, Vygotsky’s
proposed theory and definition of ZPD pushed back on prior held beliefs that learning
and development were either completely independent or that learning could only come
after development. Vygotsky inverted these theories by introducing ZPD as the gap
between a learner’s actual developmental level demonstrated by independent
performance and their potential developmental level demonstrated through scaffolding
with an adult or peer collaboration. It is the existence of the developmental level that
suggests the importance and ability of peer interaction to also facilitate learning and
development, an idea that has since only grown in popularity and acceptance in SLA
research. While there are certainly potential benefits to NS-NNS interaction, such as
more lexically and syntactically complex input with increased chances of being
error-free, further studies have also shown additional benefits of interaction between
peers (Loewen & Sato, 2018). In a review of numerous studies based on interaction and
SLA, Loewen and Sato (2018) discuss multiple studies that have found learners may be
more willing to admit their own misunderstanding when interacting with a fellow learner
as opposed to a NS. In addition, peer interaction may present the opportunity for longer
processing times for both input and output if both interlocutors are language learners
(Loewen & Sato, 2018). Dao (2020) added to the list of potential benefits of peer
collaboration, stating that it also may have psychological benefits including a decreased
stress response in students as opposed to that during student-teacher interactions.
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Decreased stress levels can then lead to a reduced cognitive load and, potentially,
increased attention to form. Loewen & Sato (2018) also reference these potential
psychological benefits, arguing that reduced stress and increased comfortability allows
learners to increase their production, notice more errors, correct more errors, and modify
their own errors more frequently. With a general consensus regarding the numerous
benefits of peer interaction throughout the field, it is no surprise that more recent research
has begun to focus on what factors, characteristics, or practices may boost these
advantages by increasing the quality or quantity of peer interaction in the classroom.
Maximizing Peer Interaction
The evidence supporting the effectiveness of interaction—and, more specifically,
peer interaction in SLA—has prompted a large amount of existing literature that focuses
on ways to maximize such interaction as well as on the influence different characteristics
may have on interaction patterns. Loewen and Sato (2018) categorize these factors into
four groups: interlocutor characteristics, task characteristics, linguistic targets, and
interactional context. The first category, interlocutor characteristics, includes factors such
as first language (L1), target language proficiency, age, or gender of the learners involved
in the peer interactions. Overall, the research focused on these individual features has
generated mixed results in terms of optimal pairing practices that elicit more robust peer
interaction. More importantly, perhaps, is that much of this research has brought to light
the important topic of learner beliefs and the influence they may have on peer interaction
in the classroom. If learners do not value peer interaction or harbor negative feelings
toward peer interaction for a variety of reasons (negative perception of target language
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use by peers, for example), peer interaction may not proceed as the teacher hoped it
would. As Loewen and Sato (2018) write, “These varied findings underscore the
importance of a classroom environment where learners’ collaborative interaction is
encouraged and, possibly, explicitly taught,” (p. 296). It is especially important to note
their suggestion of explicit instruction related to learner beliefs. These beliefs were
precisely the topic of Sato’s (2013) study in which university-level learners in Japan were
given instruction partly aimed at raising their awareness of the effectiveness of peer
interaction in SLA. After a multi-stage intervention and the collection of pre- and
post-student interviews, Sato found that the learners in the study generally held positive
feelings toward peer interaction prior to the study but that those feelings increased as the
intervention was carried out (2013). These results confirm the suggestion of Loewen and
Sato (2018) regarding the effect explicit instruction has on learner beliefs. Instead of
grouping students by rigid categories such as age or L1, one best practice teachers may
follow related to individual learner characteristics and their influence on peer interaction
is to create an optimal overall environment in which learner beliefs and attitudes toward
peer interaction align with the goals and benefits of such interactive activities. The results
of studies that have focused on individual learner beliefs have seen much more success
and uniformity in the data as opposed to the mixed results that have been observed when
focusing on pairing based on individual learner demographics.
Other studies have looked at Loewen and Sato’s (2018) remaining three factors
that potentially influence peer interaction: task characteristics, linguistic targets, and
interactional context. While much of the literature related to these factors also
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demonstrated mixed results, it is important to note that there is general agreement
throughout the field of SLA as to what an interactive task includes: a focus on
communication and meaning making rather than on form, the ability for a student to use
all available linguistic resources, and a non-linguistic end goal such as categorization or
agreement between two partners (Loewen and Sato, 2018). However, Loewen and Sato
again suggest that more research is needed into the effects of task type or modality, as
well as with learner populations beyond highly-literate and highly educated students in
order to “extend the parameters of the interaction approach” (p. 317). The current study
aims to partially expand this approach by addressing the peer interaction patterns of
LESLLA students within the context of transnational professional athletes.
Challenges and Drawbacks of Peer Interaction
This is not to say peer interaction occurs without challenges or
drawbacks—namely, low attention to form, low-quality or infrequent peer feedback,
overuse of the L1 beyond translanguaging, or non-collaborative learner attitudes (Dao,
2020). Dao expands by saying learners at times may feel unprepared or nervous about
providing feedback, scaffolding, or correction to a partner due to concerns about their
own proficiency and lack of experience in meaning negotiation, or due to social factors
such as not wanting to show off in front of peers. Learners may also just not notice their
own or others’ errors because of the cognitive load of language production and task
completion. Yet, as many of the studies discussed here have mentioned, many of these
drawbacks could potentially be improved with pedagogical intervention (e.g. Dao, 2020;
Fujii et al., 2016; Sato & Ballinger, 2012). Explicit instruction concerning the benefits of
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peer interaction to SLA as well as feedback or negotiation strategies may maximize
learners’ noticing of form during peer interaction and, ideally, result in increased
language uptake.
Intervention and Explicit Instruction of Communication Strategies
Many of the aforementioned studies have suggested that factors such as individual
learner characteristics, particularly learner beliefs, as well as some of the drawbacks to
peer interaction may be able to be addressed and remedied through explicit instruction or
intervention during which students’ attention is drawn to the benefits of peer interaction
and how it contributes to language acquisition. In addition, this intervention may also
address and provide practice using communication strategies to negotiate meaning in peer
interaction as well as aim to increase and cement a collaborative environment throughout
the classroom to make students more comfortable during peer interactions.
Previous Intervention Studies
Scholars have recently begun to study the effectiveness of such interventions.
Sato and Ballinger (2012) performed a meta-analysis of two studies related to explicit
strategy instruction for peer interaction performed in a university-level required English
course in Japan and in an elementary-level French immersion course in Canada. In the
former context, learners engaged in discussions based on learning styles before receiving
strategy instruction broken down into three steps—modeling, practice and use in context.
In the latter context, strategy instruction was presented to learners through role plays,
games and discussions. Despite the differences in teaching context and pedagogical
intervention, both studies showed improvement specifically related to an increase in
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language awareness in learners. However, results from the French immersion study also
suggest that conflict and trust between partners are heavily influential as to whether or
not peer corrective feedback is effective or if it instead leads to further detrimental
conflict. Learners must be aware of the benefits of peer interaction and corrective
feedback and must respect each other enough to accept and learn from such feedback.
Therefore, Sato and Ballinger (2012) concluded that strategy instruction must also
heighten language and collaborative awareness in students in order to be effective, a
conclusion closely related to the suggestion by Loewen and Sato (2018) previously
discussed in this chapter.
While the studies analyzed by Sato and Ballinger (2012) showed longer periods of
intervention (both lasting multiple weeks), studies have also shown the effectiveness of
short-term intervention. Dao (2020), for example, found that after a five-stage instruction
period performed over just three days during which secondary students at a private
language school in Vietnam were taught the importance of collaboration and peer
interaction in SLA and were able to practice and apply specific communication strategies,
their peer interaction improved in three facets. First, learners’ cognitive engagement
increased as evidenced by an increased frequency in language related events (LREs),
defined by Dao as discourse segments during which learners talked about the language
they were producing and/or corrected errors. In addition, learners self-reported increases
in social and emotional engagement, including increased collaboration and enjoyment of
the task, again seemingly confirming the findings of Sato and Ballinger (2012) related to
the importance of a collaborative classroom environment.
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Similarly, Fujii et al. (2016) investigated the effects of short-term intervention by
implementing a week-long metacognitive instruction program geared toward teaching
learners in a Japanese private university intensive English course how to recognize and
provide feedback to one another during peer interactive activities. After just one week of
receiving three-step instruction consisting of explanations, examples, and practice with
what they called “useful phrases” in peer interaction, they saw a statistically significant
increase in the use of clarification requests in particular as well as an increase in
opportunities for modified output. While not enough to be statistically significant, the
authors also noted a slight increase in the actual modifying of output by learners. Via exit
questionnaires, they also observed a general positive reception of the instruction by
learners. As discussed here, much of the existing research demonstrates multiple positive
consequences of both long-term and short-term pedagogical intervention related to
communication strategies and time spent building a collaborative classroom environment.
Despite this growing literature on strategy instruction and its effects on peer
interaction, little to no research has been performed in classrooms with LESLLA learners
or learners with lower language proficiencies. Dao (2020) goes so far as to caution
against directly applying the results of his study to low-proficiency populations, stating
that some learners self-reported feeling inadequate in their use of the strategies due to a
lack of language skills. Instead, he suggests there is need for further research into
teaching more general communication strategies to beginning learners such as asking for
clarification or seeking help.
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Communication Strategies in Peer Interaction
The strategies mentioned by Dao (2020) as being particularly important to teach
to low-level learners include asking for help, asking for clarification, and checking
comprehension or understanding. Similar strategies were mentioned by Loewen and Sato
(2018) when discussing the key elements used to negotiate meaning: confirmation
checks, clarification requests, and comprehension checks. Some of these strategies may
seem obvious to use in the event a speaker does not know how to produce an utterance
that conveys their meaning or does not understand an utterance said to them, but for
students who are new to a language as well as those who come from varying levels of
L1-literacy, it may be important to start with the simplest of strategies.
Loewen and Sato’s (2018) first category of communication strategies is
confirmation checks, which serve to confirm that the learner has understood their
interlocutor’s utterance correctly. An example of a simple confirmation check is “Do you
mean …?” The second category of communication strategies is clarification requests
which are deployed when the learner clearly does not understand an entire utterance or
needs further information from their interlocutor. An example of a simple clarification
request is “What do you mean…?” Finally, comprehension checks are communication
strategies used by a language learner to confirm that they have been understood correctly
after producing an utterance. An example of a comprehension check is “Do you
understand what I’m saying?” (Loewen and Sato, 2018). In the current study, Dao’s
(2020) suggested strategies for lower-level learners—asking for help, asking for
clarification, and checking comprehension—are the three chosen categories for explicit
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instruction. The first group of strategies, asking for help, often involve a direct question, a
word or phrase in the students’ L1, and/or nonverbal communication in order to request
assistance in forming an utterance. For example, “How do you say …[insert word/phrase
in L1 or gesture here]?” The second group of strategies, asking for clarification, often
involve asking a direct question as well, but they also serve as a way to let the other
interlocutor know that part or all of their utterance was not processed by the listener. An
example of asking for clarification is “Can you repeat that, please?” Finally, checking
comprehension occurs when the learner wants to confirm they heard the speaker’s
utterance correctly, and can occur in the form of a direct question or a simple repetition of
the utterance with rising intonation to signal their asking of a question. An example of
checking comprehension is “I’m sorry. Did you say …?”
Multi-stage intervention that simultaneously introduces these communication
strategies in the target language as well as encourages practice and reflection in learners
as they test out these strategies in the classroom may be especially important and
effective in LESLLA populations. Since these students tend to have less experience in
school or have significant periods of time between their prior schooling and their
enrollment in a language class, the use of explicit instruction may be even more
beneficial in this population of learners than it was in the previous studies discussed here
with more advanced and more literate learners.
LESLLA Student Populations & Latinx Transnational Students
Historically and even recently, the vast majority of SLA research has been
collected on highly-educated and highly-literate learners. This leaves one of the
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quickest-growing student populations, LESLLA learners, understudied and potentially
underserved since best practices throughout the field are typically derived from existing
research. As Bigelow and Tarone (2004) state, “If accepted findings describe only literate
and educated language learners, then theory has limited applicability and little value in
guiding teachers who work with illiterate learners” (p. 690). It is also imperative to
recognize that literacy and literacy practices are not uniform globally. Thus, it is
beneficial and powerful for language teachers to recognize the literacy and schooling
backgrounds of their students and perhaps adjust their own beliefs and practices
accordingly. Scholars like Rubinstein-Ávila (2007) argue that focusing on “the power
relations surrounding what counts as literacy, and whose literacy counts” can transform
the language learning process for newcomer students (p. 568). The current project draws
inspiration from both of these studies in that it partially fills the gap related to LESLLA
learners, but it also aims to transform the classroom into one where all modalities of
literacy are accepted and encouraged in order to scaffold “doing school” for LESLLA
newcomers.
Who are LESLLA Learners?
LESLLA learners are language learners who also have lower or interrupted levels
of prior education in their L1 for various reasons. They may be illiterate or possess only
basic literacy skills due to a lack of schooling, interrupted schooling, or in some cases
poor quality schooling (Marshall & DeCapua, 2009). LESLLA learners often also have
periods of interrupted education during which they leave school to work full time and
return to the classroom years later in order to learn English, for example. It is imperative
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to study these learners and their language acquisition further. Initial evidence has shown
that these learners may process and produce language utilizing alternative learning
strategies. For example, King et al. (2017) suggest that LESLLA learners may use their
greater working memories to process oral input due to their lack of print literacy-based
strategic competence. Similarly, Marshall and DeCapua (2009) also argue that learners
with limited formal schooling may approach the process of overall learning differently.
Such learners tend to be outstanding problem-solvers, approaching tasks from a
real-world application perspective rather than a more abstract, removed perspective that
is common in formal United States classrooms. These observations also align with two of
Malcolm Knowles’ (1980) assumptions about adult learning: adult students enter the
classroom with a large body of prior life experiences that impact their learning, and
immediately apply their learning to their lives outside of the classroom (as cited in
Teaching Excellence in Adult Literacy, 2011, p. 1). Marshall and DeCapua (2009) also
suggest that these students may tend to rely more on building relationships with the
teacher or peers in the classroom who can explain concepts to them due to their reliance
on oral interaction rather than reading or writing for meaning transmission. Taking their
educational backgrounds into account, LESLLA learners may find themselves confronted
with immediate disparities between their prior experiences and beliefs about learning and
those that are carried out and expected of them in the language classroom, especially a
language classroom in the United States. Not only are these learners new or returning to
school and perhaps acquiring alphabetic print literacy for the first time, but they are also
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simultaneously expected to adapt to a new set of classroom behaviors and discourse
patterns as well as a new target language and culture.
The aforementioned gap in research of course means that little to no work has
been done specifically on strategy instruction with LESLLA populations such as those
works previously mentioned. However, there have been some recent studies related to
classroom discourse and interaction patterns with these learners that build a foundation
for the current study. It is important to first understand how discourse and interaction
patterns may differ with these students before designing or implementing intervention
aimed at influencing such interaction.
Peer Interaction Patterns in LESLLA Learners
In one of the few studies looking at peer interaction in these populations, King et
al. (2017) found that interaction patterns in a classroom of students with limited or
interrupted formal education (SLIFE) in an urban high school in Minnesota appeared to
be inverted as opposed to those in a more traditional classroom. Students rarely took
advantage of the opportunities to negotiate for meaning or to provide and receive
feedback during teacher-planned peer interactive tasks but did do so consistently during
whole class activities that are traditionally considered teacher-led or noninteractive, such
as choral reading. While the researchers were unable to definitively declare the reasons
for these inverted patterns in the scope of that study, they did suggest a few motives as to
why these patterns may occur. They proposed that the clearly defined roles in whole class
tasks along with the reduced individual pressure and a discourse pattern mirroring that of
familiar religious or community practices may lead to the increase in peer interaction

33
where it is less-traditionally expected. This hypothesis may be especially of note for the
current study as it relates to Latinx LESLLA newcomers as well as the Mutually
Adaptive Learning Paradigm (MALP) and will be explored further in upcoming
subheadings.
Ramírez-Esparza et al. (2011) echo many of these findings in their own study,
stating “it may be that for a population of adult learners of English who have little formal
education, the socio-interactive practices required in formal classrooms limit their ability
to learn” (p. 542). Their analysis and subsequent comparison of LESLLA learners and
highly educated adult learners from a corpus of video recordings and data showed that in
peer interactions, learners with lower education assume novice roles more frequently.
They also start the interaction, ask for help, and display behavioral extroversion less
frequently than their higher-educated peers, leading to less participation and, potentially,
less opportunities for language acquisition. To help equilibrate such patterns, the
researchers suggest providing extra scaffolding as well as instruction of communication
strategies to help LESLLA learners, who are often learning new socio-interactive norms
on top of the target language in the classroom (2011). As they state, “They have more to
learn than their high-education counterparts. Low-education learners need to learn the
socio-interactive practices of how to participate and what to attend to in the classroom,
including understanding literacy and literacy practices” (Ramírez-Esparza et al., 2011, p.
562). Consequently, it has been continuously established by the emerging research on
lower-educated learners that they approach and interact differently in the language
classroom on top of having unique needs in order to succeed in a new country. This is
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especially true for those LESLLA learners who are transnational, and thus, continue to
have strong ties to their home countries and cultures while simultaneously navigating a
new host country and culture.
The Experience of Latinx Transnational Students in the United States
As Latinx immigrant populations continue to rise throughout the United States,
Latinx newcomer students become more and more present in language classrooms. In this
particular study, Latinx immigrants from the Dominican Republic and Venezuela will be
studied. Despite a 54% rise in Venezuelan immigrants in the United States since 2015,
making them the fifth-largest immigrant population in the country from South America,
recent research on Venezuelan immigrants in the United States has been extremely
limited (Gallardo & Batalova, 2020). While their education levels have traditionally
tended to be higher than other immigrant groups, the current political and economic
turmoil in the country may begin to generate more learners who have low or interrupted
education backgrounds. On the other hand, there is a good body of existing literature on
Dominican newcomer immigrants, who make up the fourth largest Latinx immigrant
group in the United States. Dominican immigrants display much lower rates of high
school diploma achievement than other immigrant groups and the United States
population (Babich & Batalova, 2021). Thus, it is imperative to study this specific group
of learners based on their LESLLA status. Overall, a majority of the research on both
Venezuelan and Dominican immigrant groups points to a rigid dichotomy between the
educational systems and approaches in the students’ home countries and those that exist
in the United States. Teacher-led, noninteractive discourse patterns and rote
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memorization seem to prevail in both home countries’ education systems as opposed to
the more interactive, abstract, and communicative language classrooms in the United
States. Furthermore, the literacy practices in particular of the Dominican Republic seem
to be quite different from what is traditionally defined as literacy in the United States.
This chasm may be interesting to explore further, especially as it relates to King et al.’s
(2017) suggestion that students’ home or cultural practices may influence their unique
interaction patterns in the classroom.
Venezuelan Immigrant Students in the United States
One of the only case studies performed on a Venezuelan newcomer student in the
United States highlights the differences in teaching styles between the two countries.
Plata-Ramírez (2017) studied the participation patterns and simultaneous identity
expression of his nine-year-old daughter during her first nine months of school in the
United States after moving from Venezuela. He found numerous differences between the
two schooling systems—in Venezuela, the classroom was teacher-centered and focused
on memorization, copying from the board, and interactions in which the teacher initiated
and evaluated student responses. Even the physical classroom setup was rigid and did not
promote interaction between students. While his daughter emerged with high
memorization skills, she was not fully prepared to enter the public school system in Iowa,
one that was heavily focused on building a community of learners through social but
cognitively demanding activities in context such as group work on sound travel in the
hallway during science class. However, he noticed quick gains in his daughter’s language
skills after just a few months of participating in these peer interactive activities.
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Furthermore, he contributed her acquisition and participation in such activities to the
strong collaborative and accepting environment that both the teacher and her fellow
students fostered in the classroom, a suggestion that seems to echo the findings discussed
earlier in this chapter related to peer interaction, a collaborative environment, and learner
beliefs (Dao, 2020; Sato & Ballinger, 2012). Plata-Ramírez (2017) also mentioned the
importance of the scaffolding provided for these tasks in that they were completed in
meaningful contexts, so much so that his daughter was able to participate even with
limited English proficiency and less experience with the interaction patterns that occur in
peer interactive tasks. It is important to note that the young girl in this study did not come
from a low-education background. She, in fact, attended a private school in Venezuela
prior to immigrating to the United States. While it is certainly not appropriate to assume
all newcomers from Venezuela have the same prior educational experiences, this study
serves as one example of the potential differences between schooling systems that
Venezuelan newcomers must overcome in addition to navigating life in a new country
and learning a new language.
Dominican Immigrant Students in the United States
The research on Dominican newcomer students is a bit more extensive than that
of Venezuelans, and there have been quite a few studies performed on Dominican
students that come from both low-education and transnational backgrounds. One of the
most obvious takeaways stemming from this existing research is the divergent teaching
and literacy practices in the two countries.
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For example, in Parmegiani’s (2014) action research study with her Dominican
students enrolled in a community college in New York, she noticed particular differences
between academic discourse in the two countries. Students expressed frustration at not
only needing to demonstrate their knowledge in a new language, but not understanding
what was expected of them as to how they needed to demonstrate this knowledge. For
example, Parmegiani (2014) found that students were not familiar with the concept of an
essay because their educational backgrounds in the Dominican Republic were based
mainly around assignments that asked students to recount factual information without
critically analyzing such topics and constructing an argument around them. She also
noted that Dominican school systems tend to place more emphasis on prescriptive
concepts such as grammar or orthography when compared to the United States. These
differences in approach made schooling and, furthermore, accessing academic discourse,
in a new country much more difficult for her students.
Rubinstein-Ávila (2007) saw similar patterns in her Dominican student population
but focused specifically on the divergent literacy practices in the two countries. In her
case study on an adolescent Dominican newcomer student (Yanira) in eighth and ninth
grades at a school in New England, she found that what was expected of Yanira mainly
consisted of activities like history worksheets that asked multiple-choice literal
comprehension questions, or the writing and presenting of a personal vignette that
included personal opinions in an ESL course. As in Parmegiani’s (2014) study, the
expectation of creating an argument using personal opinion confused Yanira since that
had never been allowed in her education in the Dominican Republic, where only factual
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or objective information was considered appropriate. In addition, the written-based
literacy practices in the United States differed enormously from those Yanira had
experienced in her home culture. While the United States places emphasis on practices
such as reading a textbook or reading independently from a borrowed library book,
Yanira understood literacy as a practice that is “meant to be read out loud and to an
audience” (p. 580). Throughout her childhood, she had rarely come in contact with print
texts—the Dominican Republic lacks a traditional mail service as well as
widely-accessible library systems and, consequently, books, letters or newspapers are less
commonly read, emails were not written or read due to limited resources at home, and
Yanira did not remember seeing either of her parents read anything extensive in print
other than the Bible. However, oral language was a constant in Yanira’s life—the TV and
radio were constantly on in their house, and she was often expected to orally translate
both oral and print texts for her mother during daily tasks. This oral-print dichotomy in
literacy practices, as well as that observed related to academic discourse practices in
Parmegiani’s (2014) study, clearly demonstrate the obstacles beyond language that
Dominican newcomer students confront when entering or returning to the classroom in
the United States. Overcoming this dichotomy is yet another hurdle for LESLLA learners
to tackle. Teaching methods like the MALP, which will be explored later in this
subheading, can potentially aid students in these academic transitions by scaffolding
“doing school” while also honoring students’ prior educational experiences. This can be
particularly impactful for newcomers who have recently arrived in the country or
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transnational students who are learning how to navigate a constant space between two or
more countries or cultures.
Transnationalism & Dominican Students in the United States
When examining the backgrounds of the professional athletes in the current study,
it is also important to recognize the transnational current that flows through this
population as well as through the larger Dominican immigrant community in the United
States, one that has been well-documented in the existing literature. As Rubinstein-Ávila
(2007) notes, Dominicans are more likely to live in a transnational space that consists of a
constant flow between the two countries and cultures. This space can be physical, such as
back and forth visits between the two countries, or symbolic, such as navigating between
two different identities and cultures. Yanira, the participant in Rubinstein-Ávila’s (2007)
case study used her transnational “dual frame of reference” to cope with her entrance into
the United States school system and language classroom (p. 571). Via field notes and
interviews, Yanira frequently expressed her thoughts and opinions on certain concepts by
naturally comparing and contrasting the two countries, languages and cultures.
Consequently, teachers of Dominican newcomers or transnational athletes who are
experiencing life and school in a new country should be aware of this transnationalism
and how it may affect students’ approach to learning. When Parmegiani (2014)
encouraged her students to incorporate storytelling, and, thus, their home languages and
cultural practices, into the classroom in the United States, she found students’ academic
success increased, including 10 students whose GPAs increased by two points over the
course of one semester. As she expressed in her study, additive schooling practices that
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allow students to utilize all of their linguistic resources, and their cultural and academic
prior knowledge, can prove especially effective when working with Dominican
transnational newcomers who are navigating and balancing life between two countries
and cultures. In addition to additive teaching practices, culturally responsive teaching
methods can also help teachers make their classrooms more equitable and approachable
for all students.
Culturally Responsive Teaching and the MALP
While it is important to remember that students who share similar demographics
or backgrounds are not homogenous, the existing literature on Venezuelan and
Dominican newcomers in the United States can be used as an example of the paradigm
that may exist between a Latinx transnational immigrant newcomer’s approach to and
prior experience with learning and those traditionally expected and/or valued in the
United States’ education system. This dichotomy tends to create unequitable schooling
practices in the United States as it relates to these learners. As a result, culturally
responsive teaching practices have begun to be implemented in various teaching contexts.
One such method created by Marshall (1998), the MALP, aims to allow these students
more access to the classroom in the United States by providing scaffolding of “doing
school” on top of the scaffolding of content. The MALP consists of three steps:
1. Accepting the conditions that learners need in order to be successful in the
classroom.
2. Designing materials or tasks that blend such conditions with those of the
United States language classroom.
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3. Creating activities related to abstract skills such as categorization that are
focused on the isolated skill itself rather than the skill and new target
language at once (1998).
In sum, the MALP encourages teachers to reflect on their students’ backgrounds and
needs, and then mutually adapt and blend these needs and prior knowledge into their own
classroom with the necessary new classroom approaches that students must adopt in order
to be successful in the United States. On top of implementing explicit instruction as it
relates to peer interaction as previously discussed, teachers of LESLLA transnational
newcomers may also benefit from implementing culturally responsive teaching in order
to aid their students and boost the quantity and quality of interaction in students. The
MALP acts as a sort of supplement to King et al.’s (2017) suggestion that the interaction
patterns in SLIFE students that seemed to be inverted could stem from students’ prior
experiences with cultural practices in their home countries or cultures. If this is the case,
the MALP may afford these students some additional scaffolding of the interaction
patterns in a United States classroom.
Transnational Professional Athletes Learning English
To put it lightly, the challenges that LESLLA newcomers and transnational
students face in the classroom are abundant. However, a select portion of LESLLA
transnational language learners are not only new or returning to the classroom as adults as
well as learning a new language, they are also dealing with the extreme pressures that
come with being transnational professional athletes. Just as transnational students enter
mainstream classes in the school system, many transnational athletes also immigrate full
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or part-time to a new country as a result of their careers as professional athletes. They
may live, train and play in the United States during their respective seasons and then
return to their home country for the remaining months of the year as the population in this
current project does, or they may find themselves moving to and living in the host
country permanently. While the existing literature specifically related to these
transnational athletes learning English is sparse, much research has been done on the
experiences and acculturation processes of elite immigrant or transnational athletes as
well as sport labor migration in the fields of psychology and anthropology, respectively.
For the purposes of this paper, the term “transnational athletes” will continue to be used
since both their migration patterns as well as their approach to education from dual
frames of reference mirrors that of the mainstream transnational students previously
discussed in this chapter.
Pressures Faced by Transnational Athletes
Transnational athletes face all of the aforementioned traditional stressors that
come with being new to the country, new to the language, and new or returning to the
classroom. However, they also experience additional pressures and stressors that come
with being transnational professional athletes. Being a professional athlete in one’s home
country and culture already presents the opportunity for additional anxiety related to
public images, intense schedules or training regimens, and contract negotiations or fear of
being released from one’s contract due to underperformance. Transnational athletes in a
new host country face additional stressors. Moore (2016) categorizes these pressures into
three resulting categories of fatigue—physical, emotional and mental. First, Moore
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provides a slew of factors that can contribute to transnational athletes’ physical fatigue,
most notably cultural differences in training regimens or physical styles of play. This
physical exhaustion compounds with emotional fatigue, caused by factors such as
isolation due to linguistic barriers or cultural differences that impede interpersonal
relationships with coaches or teammates. Athletes in general often experience
intraorganizational competition with their teammates as they fight for starting roles or
playing time while simultaneously feeling the pressure to conserve and portray a
teamwork-based comradery to the public. Mix in the added obstacles for transnational
athletes in a new culture and learning a new language, as well as the fact that these
athletes are also often lacking adequate support systems such as family and friends who
remained back in their home countries, and the emotional toll only escalates. While it is
outside of the scope of the current study, it is also pertinent to address and be conscious
of the fact that all of the transnational athlete participants in this project are people of
color who are also forced to confront and navigate the unfamilar racist hierarchies deeply
embedded in United States society that affect their daily lives. Such racism also creates
the potential for internal identity struggles for these athletes as they confront sometimes
conflicting imposed and negotiated identities regarding “who they are versus where they
came from versus what they are in the United States” (Bigelow, 2010, p. 94). As
transnationals constantly negotiating between two countries and cultures, these
challenging dilemmas of race and identity may be heightened. This struggle with
racialized identity serves as yet another source of emotional fatigue for these learners.
Finally, Moore (2016) also notes the potential for mental fatigue caused by the entire
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acculturation process itself. Coupled with all of these fatigues is the fact that professional
sports offer little to no reprieve or adjustment time for the transnational athlete. As Moore
writes,
…the playing surface shows no sympathy for the struggles that accompany these
differences, as transnational athletes must not only consistently perform to a level
commensurate with their salary and professional status, but must simultaneously
navigate significant cultural challenges on and off the field. (2016, p. 52)
Particularly salient to transnational athletes who are also language learners,
Moore (2016) also notes a number of important factors to consider when looking at the
linguistic obstacles in place for the athletes in the host country. Professional sport
environments are a unique context in which numerous idioms, colloquialisms,
sport-specific jargon and “tactical/strategic/training instructions” are used constantly and,
therefore, must be understood in order to increase an athlete’s chance of success, both on
the field and off it in their personal relationships with staff, coaches, and teammates (p.
53). It is also important to note that in situations in which language learning athletes
encounter a communication breakdown, they may be more likely to save face, such as act
like they understood something when they did not, so as not to appear weak or less
capable than their peers in front of those making roster decisions. This act of saving face
sometimes exposes these athletes to the risk of appearing “distant, unemotional, or even
disengaged” by their interlocutors rather than the recognition of this act as a survival
strategy (Moore, 2016, p. 53). It is interesting to see the parallels here between athletes’
tendencies of saving face in these particular situations as well as language learners’
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tendencies of saving face in teacher-led or peer classroom interactions as noted by Sato
(2013) and previously discussed in this chapter. This connection may suggest that athletes
experience increased instances of potentially saving face but also have increased risk of
negative consequences stemming from such practices (i.e. social exclusion by teammates,
falsely-negative reputations among coaches, etc.). Again, while out of the scope of this
study, it is also pertinent to address the potential effects that raciolinguistics have on these
transnational athletes’ speech and how it is perceived by listeners. As people of color,
their linguistic practices may be viewed as racialized and “othered” even when they are
communicating in a standardized manner (which, of course, is also determined by racial
hierarchies). As Flores and Rosa (2015) explain, “That is, raciolinguistic ideologies
produce racialized speaking subjects who are constructed as linguistically deviant even
when engaging in linguistic practices positioned as normative or innovative when
produced by privileged white subjects” (p. 150). Thus, these language learners are at even
more of a disadvantage when considering the linguistic challenges transnational athletes
face on a daily basis. However, further research has uncovered even more factors that
influence the transnational athlete’s experience.
Schinke et al. are researchers who have participated in numerous studies related to
professional or elite athletes in the field of psychology and also acknowledge many of the
same challenges as Moore (2016) that transnational athletes face. Schinke et al. (2011),
however, categorize these challenges into three categories: challenges in a new
community, challenges in a new culture (outside of sport), and challenges in sport
contexts. The first category, challenges in a new community, highlights the separation and
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feelings of loss that may occur when the athletes are separated from their social circles
and encounter barriers to access new social circles in the host country (such as the factors
discussed above that contribute to emotional fatigue). Beyond that, these athletes, some
of whom are still teenagers, are also tasked with adapting to independently navigating life
in the new community—daily necessary activities such as shopping or banking are more
intimidating when performed in one’s second or additional language. The second
category outlined by Schinke et al. (2011), challenges in a new culture (outside of sport),
also echoes many of the challenges that adult immigrants and language learners face on
top of a new language, such as navigating an entirely new set of pragmatic rules tied
closely to the host country’s culture (Parrish, 2019). Schinke et al. (2011) specifically
reference factors like time, physical space, gender roles and eye contact that all require
continued adaptation by these newcomers. Similar to Moore (2016), they also note that
learners may feel intimidated when attempting to use the target language due to fears of
appearing less intelligent. For an athlete trying to form new relationships with teammates
and make strong impressions with the stakeholders of their sport in order to extend their
professional career, the consequences of appearing inadequate when using the target
language seem amplified. The final category presented by Schinke et al. (2011) is one
that is unique to the transnational athlete population: challenges within sport contexts.
The cultural and pragmatic differences that exist between an athlete’s home and host
countries often carry over to playing and training environments. “Varying definitions of
how to behave within a sport group,” such as the coach/athlete relationship or
individualistic versus collectivist training approaches, also present more barriers to
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overcome for transnational athletes (Schinke et al., 2011, p. 16). In sum, almost
everything in a transnational athlete’s life is new—the country and its culture, the
language, and sometimes even the culture within the sport they have dedicated their life
to. Navigating these pressures in the public eye as a professional athlete adds another
dimension that is typically not present in the majority of language classrooms. With all of
these mounting obstacles and fatigue affecting these unique language learners, the gap in
research related to Latinx transnational athletes and LESLLA learners seems even more
glaring. This project takes all of these distinctive circumstances into account in order to
cater directly to these students’ needs and enrich their language learning experience.
Conclusion
The current research question requires consideration on a number of different
topics within SLA, all of which have been explored in this chapter. First, it is important to
understand how and why interaction, and more specifically peer interaction, is beneficial
to language learning. Because of its importance, much research has also been done on
ways to maximize classroom tasks that incorporate peer interaction, such as explicit
communication strategy instruction. However, the gap in research related to peer
interaction and LESLLA learners means that best practices and theories drawn from the
existing research may not be the most useful to teachers of students with lower or
interrupted prior education. In the limited research that exists, these learners have been
observed interacting much differently than expected or than what is seen in traditional
language classrooms. These differences may in part stem from divergent teaching and
learning methods that these students experience in their home countries and those in the
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United States. Particularly in students from Venezuela and the Dominican Republic,
academic discourse and literacy practices vary distinctly between the countries. Much
more research is needed as to how to remedy this dichotomy in order to better serve these
learners overall, but particularly in peer interactive tasks since they are so beneficial to
language learning. Furthermore, for transnational athletes learning a language, the
pressures of learning a language and navigating a new country are only compounded by
their careers and status. The research on this specific student population is extremely
limited, and thus, the current study aims to begin to fill this gap in order to better serve
these learners by answering the question: How can explicit strategy instruction aimed at
increasing the effectiveness of peer interaction be implemented into curriculum for
LESLLA populations, specifically Latinx transnational athletes learning English in an
ESP program? While the importance of the current research question was explained in
Chapter One, the current project aimed at answering this question is further explained in
Chapter Three. Chapter Three outlines the participants and context, the methodologies,
and the frameworks employed while answering this pressing pedagogical question.
Chapter Four then provides a reflection on the major learnings prompted by the creation
of this project’s curriculum as well as discussion about the project’s implications and
recommendations for further research.
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CHAPTER THREE
Project Description
Introduction
Despite recent immigration trends suggesting literacy education and second
language learning (LESLLA) learners are one of the fastest-growing student populations
in the US, second language acquisition (SLA) research on these students has remained
extremely limited. Furthermore, little to no research has been performed with
transnational professional athletes learning English yet professional sports leagues in the
United States such as Major League Baseball (MLB) bring thousands of these athletes to
the country during their respective seasons each year (Major League Baseball, 2021;
Minor League Baseball, 2021). Despite this gap in research, communicative-based
teaching methods and the importance of peer interactive activities have continued to be
proven effective throughout the field of SLA for quite some time. Coupled with the
recent (albeit, one may argue, delayed) rise in culturally responsive teaching methods, it
is clear that peer interaction can and should be viewed as an optimal learning opportunity
for these students, they just may need a bit more scaffolding. Thus, this project was
designed with the following research question in mind: How can explicit strategy
instruction aimed at increasing the effectiveness of peer interaction be implemented into
curriculum for LESLLA populations, specifically Latinx transnational athletes learning
English in an English for Specific Purposes (ESP) program? As in Chapters One and
Two, the terms “Latinx” and “transnational athletes” will be used throughout this chapter
to reference the participants of this project, all of whom come from Latin America and
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spend roughly half the year in the United States and the other half in their home
countries.
In this chapter, I provide an overview of the project and curriculum as well as
discuss and justify the frameworks and theories that influenced the curriculum design
process. I also give an in-depth overview of the teaching context where and participants
with whom this curriculum is meant to be implemented and its effects studied. I also
debrief the procedure of implementation and outline a potential assessment plan that can
aid in drawing conclusions upon the end of the curriculum’s implementation.
Overview of the Project
This project consists of a 10-week curriculum designed to increase the
effectiveness of peer interaction in LESLLA learners, particularly transnational
professional athletes, via a five-stage explicit instruction period on communication
strategies. During- and post-implementation, evidence of increased effectiveness of peer
interaction in this study can occur in a number of forms, all of which suggest an increase
in optimal learning opportunities during interaction—an increase in language related
episodes (LREs), negotiation of meaning, strategy usage, and participation from both
interlocutors. While no concrete claims can be made, it is predicted that this evidence
leads to heightened noticing and internalization in students as well as the transfer of these
skills and strategic competence to everyday interactions outside of the classroom.
Another desired result of this curriculum is that students understand the role of peer
interaction in SLA and are more intentional with and reflective of their interactions in the
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classroom and beyond. These metacognitive skills are particularly important to foster in
these students, who are entering the program with limited or interrupted prior education.
Framework & Theories
The curriculum in this project is designed using the Understanding by Design
(UbD) framework outlined by Wiggins and McTighe (2011). This framework is suitable
for the current teaching context for a number of reasons. First, one of the primary goals of
UbD is to teach transferable skills in a contextualized environment. Similarly, the overall
goal of the curriculum created in this project is increased effectiveness during authentic
peer interactive tasks, and the hope is that the strategies taught and practiced will then
transfer to everyday communicative contexts, too. In addition, the current teaching
context is a privately-funded workplace, one that does not use standardized testing and
instead relies purely on formative assessments, student performance, and observations
from the teacher and other stakeholders to gauge student progress. While there certainly
are drawbacks to the lack of standardized learning goals and assessments in this context,
there are also benefits to the absence of state and federal constraints found in traditional
state or federal adult education programs. For example, the UbD framework provides this
study a basis from which to focus on evidence of learning through performance-based
assessment rather than traditional assessment methods, many of which have proven to be
ineffective methods of measuring actual student understanding (Wiggins & McTighe,
2011). Also, given the very specific context of this ESP setting, the instructor has
autonomy to create and implement lessons that are related entirely to the daily realities of
the students present. This authenticity will be further discussed later in this chapter.
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In addition, Wiggins and McTighe (2011) have designed their framework based
on psychological and neurological research on cognition and learning. One thing they
touch on in their justification of UbD is that novices, such as the LESLLA participants in
this study, often take a problem-based approach to learning in which they look for
formulas or solutions to such problems. The goal of this study, increasing the
effectiveness of peer interaction in the classroom through the instruction of
communication strategies, can also be recast as teaching learners how to avoid or
overcome breakdowns in communication. From this view, the problem to be overcome is
communication breakdowns and the solution or formula to solve such problems is what
this curriculum aims to teach—communication strategies. Thus, from a cognitive-based
approach, the UbD framework matches well with novice and LESLLA learners’ natural
instincts when it comes to approaching learning.
Finally, one of the biggest advantages of using the UbD framework is its recurring
and cyclic nature. Wiggins and McTighe (2011) include this as one of the eight facets of
the framework, encouraging teachers to consistently pause, reflect, and modify
curriculum as needed. Because the current study is an action research project and because
there is no existing literature on this particular student population and topic, this facet of
the UbD framework provides the opportunity to continue to reflect and adjust regularly as
the curriculum is implemented and as results or conclusions are drawn.
In addition to the UbD framework, the curriculum in this study follows the
Mutually Adaptive Learning Paradigm (MALP) in which the curriculum incorporates
teaching methods and classroom characteristics that are familiar to learners since they are
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what was experienced in their home countries or prior schooling (Marshall, 1998).
Marshall’s (1998) paradigm consists of three steps: accepting the conditions that learners
need in order to be successful in the classroom, designing materials or tasks that blend
such conditions with those of the US language classroom, and creating activities related
to abstract skills such as categorization that are focused on the isolated skill itself rather
than the skill and new target language simultaneously. In sum, the MALP encourages
teachers to reflect on their students’ backgrounds and needs and then mutually adapt and
blend such student needs and prior knowledge into their own classroom with the
necessary new classroom approaches that students need to adapt to in order to be
successful in the United States. It is imperative to remember that the students in this study
are new to the country, new to the language, and returning to school. In this case,
returning to school also means learners are adapting to new classroom interaction patterns
and teaching methods in the United States as compared to those in the Dominican
Republic and Venezuela. Thus, the MALP provides a framework from which this
curriculum can scaffold “doing school” for these transnational professional athletes in the
United States by incorporating some of the schooling practices utilized in their home
countries and cultures, and by mirroring training routines from their sport environment in
order to increase students’ familiarity.
Teaching Context: Baseball English & More
This curriculum was designed with a very specific, unique context in mind: an
ESP course designed for Latinx professional baseball players in their first year playing in
the United States. This course is required for these players by their MLB organization and
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is held at the team’s player development complex in Arizona. These young adult students
(ages 18-22) and their careers can best be described as “athlete students,” meaning
instruction time is scheduled around their training and playing schedules, which are given
full priority. Thus, students are usually only in the English classroom for an average of
two one-hour sessions per week. The course is focused mainly on the target language that
these players need to acquire in order to perform their job on a daily basis—baseball
English and language related to health and performance, nutrition, mental skills, strength
& conditioning, and human resources/payroll. However, because these students are also
responsible for themselves outside of the complex (i.e. living in a team-sponsored
apartment, managing their finances, etc.), general survival English is also taught
simultaneously throughout the course. The course follows the baseball schedule and runs
generally from May through late August. As is the case in many language classrooms, but
particularly adult education classrooms in which the student population is often mobile
due to various external factors, the class roster in the current context tends to be
ever-changing due to the constant roster moves in professional baseball—players can be
promoted, demoted, traded, injured, or released at any given time. However, this context
is somewhat unique in its immediate relevancy. Students are able to apply the skills
learned in the classroom instantly as they progress throughout the rest of their day and
interact with English-speaking front office staff, coaches, and teammates.
Participants: Transnational Professional Baseball Players
The curriculum was designed to be implemented with a group of 12 learners (six
dyads) whose ages range from 18-22. All 12 of the learners are from either the
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Dominican Republic or Venezuela and therefore share the same first language of Spanish
(L1). They all come from low-formal education backgrounds with an average prior
education level of tenth grade and some struggle with L1 literacy. Most dropped out of
school about three to four years prior to entering the team’s language program in order to
pursue their professional baseball careers. Consequently, all 12 learners are considered
LESLLA students within the parameters of this study. All learners are also newcomers as
they are in their first season playing stateside and therefore are at a low
proficiency/beginning level of English. Most signed with the MLB organization two
years prior and have been training, playing, and attending English classes at the team’s
complex in the Dominican Republic since. Thus, not only is this their first season playing
baseball in the United States, it also marks the first extended period of time away from
family and friends. Like much of the literature addressed in Chapter Two of this
Capstone, balancing the pressures of their professional careers, adapting to life in a new
country with a new language, as well as adjusting to the responsibilities of living
independently for the first time ever, results in a myriad of potential stressors for these
students.
Project Description & Timeline
Curriculum implementation will occur over the course of one season of classes,
beginning in May. The curriculum spans 10 weeks and consists of 20 one-hour long
lessons grouped into three units and six subunits. The three overarching units are each
focused on a separate category of communication strategies: asking for help, asking for
clarification, and checking comprehension. These three strategies were referenced earlier
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as some of the most frequently-used by learners with lower target language proficiencies
in Dao’s (2020) study containing a similar intervention as the one in this study. These
strategies will be explicitly taught using a five-stage explicit instruction period in which
learners are introduced to peer interaction and its benefits in the language classroom as
well as to communication strategies and their application to authentic communication.
This five-stage explicit strategy instruction was designed with the previously conducted
studies in mind and blends a variety of different stages from prior studies together (Dao,
2020 & Sato, 2013). The addition of multiple-stage instruction is also predicted to
provide sufficient scaffolding for this particular subgroup of LESLLA learners. Thus, the
five-stage instruction period in the current project consists of the following stages:
1. Preparation: With the MALP in mind, the preparation stage serves to
activate students’ prior knowledge and experiences with peer interaction,
communication breakdowns, etc. via small group and whole class
discussions. In each of the three units, a separate facet of peer interaction
and its benefit to SLA is also introduced and discussed.
2. Presentation: Students discuss communication strategies used in both their
L1 of Spanish as well as in English in various situations to begin this stage
before the specific category of communication strategies are presented in
English via sentence stems and reviewed as a whole class.
3. Modeling: Students watch two videos consisting of team staff and players
modeling the use of the communication strategies in role plays mirroring
authentic communicative situations in professional baseball. This
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contextualized modeling was also designed with the MALP in mind in
order to make new, unfamiliar concepts as relevant and familiar as
possible for students (familiar faces, a familiar environment, a familiar
communicative situation). Students are also encouraged to discuss how the
use of the strategy impacted the interaction (what did it prompt, was it
successful, etc.).
4. Practice: In pairs, students are assigned a specific communicative situation
and communication breakdown. They must create and perform a role play
using one of the communication strategies taught during the unit.
5. Self-Evaluation: Students reflect in their L1 on their use of the
communication strategy during the unit and how it can aid them outside of
the classroom. The goal of this stage is to deepen students’ understanding
and reflection on the strategies at hand, but also to create self-reflection
patterns in students who are new or returning to the classroom and, thus,
have not frequently formally reflected on their own learning. The journals
will be completed in Spanish, the students’ L1, so as to collect and
encourage deeper reflection.
Each of the three main units based on communication strategies are composed of
two themed subunits each. These subunits’ themes are based around a specific
communicative interaction in which the athletes/learners find themselves on a daily basis:
speaking with the nutritionist, teammates, medical staff, sports science and video staff,
team operations staff, and clubhouse staff. Prior to the five-stage explicit instruction, each

58
subunit begins with scaffolding of the target language and relevant language application
activities in order to encourage far transfer of the new skills and language being
introduced. In sum, the curriculum and its design has been carefully thought out
according to the students’ scaffolding and cultural needs as well as their daily
communicative realities.
Data Collection & Assessment
Data collection to assess the effectiveness of the aforementioned curriculum
post-implementation will occur using three methods—pre- and post-intervention video
recordings, pre- and post-student interviews, and via the collection of student journals.
Initially, to get formal baseline data about the peer interaction patterns in the
classroom, data collection will be performed in the form of video recordings during a
photo prompt task without prior strategy instruction at the beginning of the season.
Students will be instructed to make inferences on what is happening in a photo (Appendix
A) and provide evidence for their inferences. They will brainstorm individually, then
share their ideas with their partners before needing to agree upon one inference and
verbally present it to the class. Post-data collection, these recordings will be analyzed and
coded for instances of LREs, time spent on negotiation of meaning, whether the
negotiation was resolved, strategies used, participation frequency of both interlocutors,
and any other qualitative observations of interest to the researcher. Next, interviews will
be conducted with the student participants to gauge their prior experiences with and
opinions on peer interaction in the classroom, common communication breakdowns,
strategies they currently use, and other relevant prior experience or knowledge. These
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interviews will be conducted in the students’ L1 of Spanish, the L2 of the researcher. As
outlined in the project description above, throughout the curriculum’s implementation,
students will also be encouraged to reflect in Spanish on their use of the strategies using
journals in the self-evaluation stage of the instruction period. These journals (Appendix
B) will also be useful for gauging student progress, attitudes, and opinions as well as
serving as a needs assessment that provides insight into how the curriculum may be
adapted and improved upon.
Post-curriculum implementation (10 weeks later), data will again be collected via
video recordings during the same photo prompt task, this time with a different photo
(Appendix C) focused on different target language but the same task outcomes. The
recordings will again be analyzed and coded for instances of LREs, time spent on
negotiation of meaning, whether the negotiation was resolved, strategies used,
participation frequency of both interlocutors, and any other qualitative observations of
interest to the researcher. Post-interviews will be conducted with the students in order to
gauge changes in their opinions/attitudes toward peer interaction in the classroom,
common communication breakdowns, strategies they now use post-intervention, and
other relevant insight. Finally, the pre- and post-intervention video recordings and
observations will be compared, and the student journals related to strategy
implementation as well as pre- and post-interviews will be analyzed. Conclusions related
to how the curriculum implementation affected peer interaction will be drawn and the
project’s effectiveness will be assessed.
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Summary
In sum, this research project is inspired by the gap in research related specifically
to language learners who fall into multiple categories: LESLLA learners, Latinx
newcomers, and transnational athletes. Each facet of this project has been carefully and
specifically chosen in order to fill such gaps and better serve these students. The
curriculum is centered around the UbD framework as well as the MALP in order to be as
effective for this specific population of students as possible, and its design was inspired
by existing research exploring such intervention. As an action research project, the
methods of data collection and assessment have also been chosen so as to continually
adapt and mold the curriculum according to what is gathered from the data. In Chapter
Four, I will discuss the main learnings and takeaways from the creation of this project as
well as its potential implications and limitations.

61
CHAPTER FOUR
Conclusion
Introduction
Language learners’ educational backgrounds and life experiences are as varied
and unique as the home countries, languages, and cultures that they come from.
Unfortunately, the existing literature on second language acquisition (SLA) has not yet
deeply explored certain populations of these students, and growing language learner
populations such as Literacy Education and Second Language Learning for Adults
(LESLLA) students and transnational athletes learning English have gone largely
unobserved when compared to more educated or more mainstream learners. This gap in
research and subsequent lack of teaching methods or theories related to LESLLA and
transnational athlete students left me feeling without a clear direction as an educator to
transnational professional baseball players. These feelings and observations along with
the acknowledgement of peer interaction as beneficial in SLA led me to explore the
following research question throughout the current Capstone project: How can explicit
strategy instruction aimed at increasing the effectiveness of peer interaction be
implemented into curriculum for LESLLA populations, specifically Latinx transnational
athletes learning English in an English for Specific Purposes (ESP) program?
The goal of the curriculum is to increase the effectiveness of peer interaction in
the classroom, but also to encourage the transfer of these skills and communication
strategies to everyday communicative situations in which my students find themselves.
This encouragement of transfer takes place through the implementation of a five-stage
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scaffolded and reflective instruction period in each of the three units and six subunits
included in the curriculum. In this chapter, a few of the major learnings gained during the
creation of this curriculum are shared as well as the potential implications of this project,
particularly for teachers of LESLLA students or transnational athletes learning English. I
also address the limitations of the project and suggest future research and adaptations to
this curriculum since it was designed with action research in mind. Finally, I conclude
with some final statements about the transformative nature this Capstone has had on me
as an educator.
Major Learnings
Throughout the creation of this curriculum and previous three chapters, I had
numerous “lightbulb” moments where my research question, the existing literature
explored in Chapter Two, the overall goals of the project, and my context and student
population seamlessly blended together. In this subheading, I highlight three of those
enlightening moments of learning.
Starting From a Place of Familiarity and Lived Experience
Early on in the creation of this project, I was introduced to Marshall’s (1998)
Mutually Adaptive Learning Paradigm (MALP), and it quickly resonated with the goals
of my project as well as the needs of my students. I was approaching this project from a
place of little guidance due to the lack of existing research on LESLLA students and
transnational athletes learning English, but the driving inspiration behind it all was my
lived experiences with students in the classroom. In some ways, this real-world approach
mirrors my own learners’ perspectives entering our program that was discussed in
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Chapter Two as it relates to adult learners (Marshall & DeCapua, 2009; Knowles, 1980).
The MALP quickly converted into the principal guiding framework of this project and
brings me to my first major learning from the Capstone’s creation: the importance of
allowing students to begin from a place of familiarity and lived experience before
introducing a new concept, new target language, or new patterns of classroom discourse.
Allowing learners the opportunity to encounter a feeling of familiarity with the lesson
topic, context, or method of learning honors learners’ (especially LESLLA learners’)
need for scaffolding and also serves as an intentional implementation of culturally
responsive teaching, particularly important for these adult newcomers. In addition,
because of my own observations as well as those documented in prior studies (e.g. King
et al., 2017; Ramírez-Esparza, 2011) related to LESLLA learners’ struggles to adapt to
traditional peer interactive activities and classroom discourse patterns in the United
States, it is imperative that these concepts and patterns are scaffolded for learners.
As I designed each unit and subunit of my curriculum with this major learning in
mind, I made sure to include one or more moments of purposefully activating schema in
each lesson. This begins on the first day of every subunit with an “Activation” discussion
planned at the start of each lesson. Students are encouraged to reflect on their prior
experiences with the unit topics such as past injuries during the Medical and the Training
Room unit or their favorite and least favorite meals eaten at the training complex during
the Nutrition unit. They are also invited to compare and contrast those experiences with
how those topics and customs differ in their home countries. For the transnational athletes
in this study, these discussions are particularly important because they serve as
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acknowledgement of their constant and simultaneous navigation of home and host
cultures as they temporarily migrate between the two or even begin to occupy a third
space where the home and host countries and cultures blend together. Rubenstein-Ávila’s
(2007) study and concept of transnational students’ “dual frame of reference” discussed
in Chapter Two was particularly helpful in orienting my curriculum to honor these
students’ experiences (p. 571).
Helping students to build on the familiar also presents itself through the selection
of unit topics and materials. Each subunit topic—Nutrition, Conversations with
Teammates, Medical & The Training Room, Sports Science & Video, Team Operations,
and Conversations with the Clubhouse Staff—was selected due to its status as an
everyday communicative situation in which my students find themselves. In addition to
the authenticity of the unit themes, as many of the materials as possible that are used
throughout the curriculum are authentic documents that students come into contact with
every day such as medical paperwork, suggested grocery lists, and flight itineraries.
Actual staff and teammates that work and play throughout our organization are also
included in parts of the lessons such as the role play videos used during the modeling
stage of instruction in order to increase familiarity of the topic and language for students.
Those same staff and teammates are also invited into the classroom in every unit so as to
increase the relevance of the classroom activities as much as possible and allow students
to practice the target language and skills with familiar interlocutors they are in contact
with frequently. Furthermore, students are encouraged throughout the curriculum to
continuously keep and reflect on their “Noticing Journal,” a tool in which students record
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situations of communication breakdown or communication strategy use in their daily
lives that they experience or witness. As they progress throughout the curriculum, there is
time built into every subunit to reflect on these lived experiences and to draw
comparisons between what they have lived and what they are currently learning in the
classroom.
Finally, building on familiarity and prior experience is also the inspiration behind
the presentation stage of the explicit instruction period. During this stage, not only are
different facets of peer interaction as well as its benefits and drawbacks presented and
discussed with students, they are also presented in relation to baseball and teamwork, two
of the most familiar concepts to transnational athlete students. Thus, this method and
these comparisons also encourage students to make connections between their realities
and the new content and skills being taught. These constant moments of helping students
to begin from a place of familiarity also serve as opportunities to increase the
curriculum’s relevance to their lives. Because they are also encouraged and able to draw
on their realities, they may be able to also see more clearly how the target language and
communication strategies can boost their communicative and strategic competence
outside of the classroom.
Establishing Routines
The second major learning that emerged throughout the creation of this Capstone
was the importance of establishing routines. Routines are important in every classroom,
but they are arguably even more significant for LESLLA learners returning to school as
well as transnational athletes whose day-to-day schedules follow stricter routines than
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most traditional language learners. With the importance of routines in mind, this
curriculum features a number of repetitive instruction methods to ease these learners back
into the classroom as well as mirror their established training schedules outside of the
classroom. The aforementioned “Activation” discussions and activities planned at the
beginning of each lesson to activate students’ schema is a simple way that routines are
established throughout the curriculum. In addition, each unit follows the same structure:
scaffolding of the target language, then promoting the language’s relevant application to
communicative situations outside of the classroom, and finally introducing the five-stage
explicit intervention related to communication strategies. The five-stage explicit
instruction period itself also serves as routine because it appears in each subunit and
features the same stages and activities each time: preparation via a discussion,
presentation via a handout, modeling via videos, practice via role plays, and
self-reflection via student journals. Finally, each lesson also ends with the routine practice
of self-assessment via exit tickets. This practice not only works to establish a routine for
students that signals the end of the lesson, it also functions as a way of building
self-reflection routines in these learners, many of whom have little to no previous
experience reflecting on their own learning. It was especially important for me to also
encourage my LESLLA learners to think intentionally about their learning in order to
stimulate these metacognitive skills as well as to recognize their progress each and every
lesson (language learning, after all, can often seem like an overwhelming, insurmountable
task without these small and frequent celebrations of learning and growth). In sum, as I
learned more about the importance of building routines throughout the creation of this

67
project, especially since they can serve as scaffolding of “doing school” for LESLLA
learners as well as mirror daily schedules for transnational athletes, I worked to
seamlessly incorporate routine activities and structures into my curriculum.
The Importance of Performative Assessment in this Context
The final major learning stemming from this Capstone’s creation relates to the
benefits of performative assessment, especially in this unique language learning context.
Prior to designing this curriculum, I always felt uncomfortable with what I perceived as
the lack of assessment techniques in my teaching context: I am not required to, nor do I
follow, any standardized curriculums due to the ESP nature of my classroom. However,
as I read about and incorporated Wiggins and McTighe’s (2011) Understanding by
Design (UbD) framework into my project, I realized the value that performative
assessment holds in gauging learner progress. As Wiggins and McTighe (2011) discuss,
standardized or traditional assessments often measure only recent concepts that students
can either recall or not, whereas performative assessments offer learners the chance to
demonstrate their deeper understanding of “when, where, and why to use what they have
learned,” (p. 5). In addition, performative assessments can also be a better gauge of
whether or not students will be able to transfer their learning to authentic everyday
contexts. Plata-Ramírez (2017) also referenced how performative assessments can
function as additional scaffolding for newcomer students when carried out in authentic
and meaningful contexts. With this in mind, the current curriculum was designed around
two main performative assessments in each subunit: a language-based performative task
(such as making a grocery list or recording a short conversation with a teammate) and a
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communication strategy-based performative task (the creation of a role play that contains
strategy usage). More importantly, both the language-based and the communication
strategy-based assessments that this curriculum is based on mirror actual tasks or
conversations that learners encounter each day. Consequently, the performative
assessments not only mirror authentic communication and therefore increase learners’
connections between the classroom and their lives but, in the curriculum designed here,
the assessments are also often carried out with the very interlocutors that students speak
to on a daily basis (teammates from the United States, for example). In a teaching context
that once left me feeling inferior compared to assessment methods in more traditional
classrooms, I am now confident that not only does my curriculum contain effective
assessments by UbD standards, it also contains the most effective assessments for my
unique learners in our unique classroom context.
Further Learnings
It is also important to note that many additional facets from this project were
inspired by the existing literature explored in Chapter Two. King et al.’s (2017) study
regarding peer interaction in lower-educated learners was the pillar of my research
question and represents the first time I saw my students, their backgrounds, and their
approach to learning reflected in SLA research. King et al.’s (2017) study provided
continuous inspiration when designing my curriculum aimed at remedying this gap in
peer interaction effectiveness with LESLLA learners. In addition, many of the previous
studies looking at explicit intervention regarding peer interaction in various student
populations (Dao, 2020; Fujii et al., 2016; Loewen & Sato, 2018; Sato, 2013; Sato &
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Ballinger, 2012) all provided a basis from which I designed my curriculum and five-stage
explicit intervention. Many of Dao’s (2020) suggestions for further research on LESLLA
learners were implemented into this curriculum, most notably his categorization of
communication strategies into Asking for Clarification, Asking for Help, and Checking
Comprehension. Concepts from Sato (2013) and Loewen and Sato (2018) related to
specific benefits and factors in peer interaction were also used to create materials for the
preparation stage of my curriculum. Without these prior works, I am certain the
curriculum designed here would not be as effective or rich with learning opportunities.
Implications & Limitations
Despite the uniqueness of my learners and teaching context, there are other
educators throughout Major League Baseball (MLB) and potentially other sport contexts
that can learn and take inspiration from this curriculum. All MLB organizations have an
established language program such as the one I teach for and also work with very similar
groups of learners (a large majority from Latin America and considered LESLLA
learners based on their low or interrupted prior education level). This curriculum could
therefore provide guidance on how to increase the effectiveness of peer interaction and
boost communicative and strategic competence in professional baseball players learning
English. More importantly, it can serve as an example of scaffolded curriculum filled
with culturally-responsive practices, established routines, and authentic performative
assessment that ultimately better serves these students. With that being said, it is also
important to acknowledge the limitations of this project. The curriculum and materials
are designed for a very specific group of students and, hence, may not be relevant for
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more mainstream adult learners who are not transnational professional athletes nor
classified as LESLLA learners. However, despite the fact that parts of this curriculum,
such as the baseball-specific language goals and subunit themes, will not be applicable in
most language learning contexts, concepts such as the five-stage instruction period and
all of the ways in which the MALP shaped and scaffolded new content for learners could
be adapted for LESLLA learners in more traditional language classrooms.
While this curriculum is certainly not the most effective for all teaching contexts,
it is the perfect fit for my own classroom, and I look forward to implementing it during
the upcoming season and, most importantly, editing and adapting it based on my
observations and the results I see stemming from its implementation. I also hope to be
able to present this work in future meetings held annually with all of MLB’s education
professionals.
Future Research
Because the gap in SLA research related to this specific student population is so
wide, there are numerous future research suggestions stemming from this project. More
research is warranted on transnational athletes specifically learning English and how
previous findings from the fields of psychology and anthropology (Moore, 2016; Schinke
et al., 2011) related to the challenges these athletes face in the host country affect
language acquisition. It is also important to continue to reflect on and explore how
curriculums like the current project can be continuously adapted in order to promote
social justice, trauma-informed, culturally-responsive, and antiracist teaching methods.
We must not forget that all of the learners for which this curriculum is created are people
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of color navigating racist hierarchies and raciolinguistic structures deeply embedded in
society, and thus, we as educators are called to create safe and brave classroom spaces
that disrupt such inequities. Further research on how these topics can be specifically
adapted for this learner population is much needed.
Conclusion
It is hopefully clear from this current chapter that the creation of this Capstone has
led to numerous takeaways and learnings for me as an educator, most notably the
importance of starting from a place of familiarity, building routines, and implementing
authentic performative assessment in my context. While parts of this curriculum are
somewhat limited to my specific ESP context, teachers of other transnational athletes,
particularly those throughout MLB, are able to take inspiration from the structure and
content included in each unit and subunit. More mainstream LESLLA teachers may also
be able to draw from the intentional design and rich scaffolding this curriculum contains.
Furthermore, and perhaps the biggest implication of all, is that the entire journey to the
creation of this Capstone can be summed up in one word: transformational. I entered this
process without a clear direction of how to help my learners during peer interaction and
how to encourage the transfer of these skills to contexts outside of the classroom. I now
emerge from the process armed with not only a curriculum that incorporates multiple
strategies and frameworks that have been blended to create a scaffolded, reflective, and
authentic curriculum for my unique set of learners, but also armed with a better
understanding of these learners’ needs as LESLLA learners and transnational
professional athletes thanks to the existing literature. Via the UbD framework and the
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MALP, I have created a culturally responsive curriculum that also honors the young adult
learners’ backgrounds and experiences and better serves their needs. I am confident that
this project has made me a better educator, and I look forward to enriching my classroom
with this curriculum and my newfound learnings from this Capstone and this graduate
program.
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Appendix A: Photo 2 for Inference #1
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Photo courtesy of KeithJJ and pixabay.com, an open access picture site
(https://pixabay.com/photos/winners-champions-celebration-1523334/)
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Appendix B: Student Journals
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Appendix C: Photo3 for Inference #2

3

Photo courtesy of KeithJJ and pixabay.com, an open access picture site
(https://pixabay.com/photos/baseball-third-base-play-at-third-1449351/)

